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ABSTRACT

Increesing Affectivae and Acsdemic Parforamance of

High School Specisl Education Students Through a Paer
Asaistance Teaa program.

Birnbaum, Barry W., 1999: Practicua II Report, Nova
Univeraity, Ed.D. Program in Esrly and Niddle Childhood.
Descriptors: Peser/Peer Tutora/Tutors/Pesr Counaeliny/

Peer Assisted Learning/Special Education/Secondary Educations
Peer Assistance Teanm.

This practicum waas designed to increase the affective

akillas and acadenic competence of students enrolled in a

high school prograan for exceptional student education. Dropout
prevention was also addresaed as a posaible result of no
intervention.

The writer devaloped and adainistered a needs survey which
docurented that students were unable to develop effective
relationships ocutside of the the ESE clasarooa. Parents were
also asked to complete a survey identifying social interactions
of their children while at home. Teachers were asked to
complete a aurvey indicating the number of ESE students who
were Passing their classes and the interactions with other
satuderts that were noticed.

Peeras veras selected from the genearal population of the acheol.
Thase peers had to meat certain criteria to be eligible to
participate in this program. Peers were assigned to an ESE
atudent basad on the coampletion of a questionnaire. The
writer of this study made the matchesa. Peers were trained

to work with students both in the academic and affective
realns. Peers net vwith the writer weekly and completed

forms indicating achievementa made on a weekly baasisa.

The results of this practicum indiceted that peer tutoring

has a positive impact upon the affective and acadenmic
achievenent of high achool students. Analyais of the data
revealed that students were able to make gains in school and
that these studenta were able to improve their self-concept
and attitude towards aschool. The data also showed that
students who ware considering leaving achool were more inclined
to reconsider their decision.

The data also found that peer assaistors also gained much

. lowledge in “heir understanding that a wide range of
student abilitiss csn be found in the sducational systenm.
The pesers also were able to desvelop goals and objectives for
their students as well as theaselves.

Teachers in mainstrean classses reported significant changes
in the performance of the ESE student. Also, discipline
referrals and attendance probleas were reduced as s direct
implication of this study.

vitt 9



CHAPTER I
INTRODUCTION

Deacription of Work Setting and Comaunity

The community for this atudy vas located in an upper
middle class area. HNoat of the students cane from homes
whers both parents worked in a professional cepacity and
are college sducated. These parents toock an active
involverent with their children’s education and were an
integral pert in the function of their comaunity. Parents
weare sager to aid in planning their children’s acadeaic
nesds and they were highly motivated to impact their
children positively.

Many of the young people in this area attended private
schools. Those studants in the public school setting,
howvever, acored at the top of norms on standardized tests
and college entrance examinationa. In addition, these
atudents qualified for most academic awards in preparation
for collage.

The achool setting where this atudy took place had a

‘student population of 1,423 and & faculty of 102. A

support staff of 17, including classrcom and inatructional
aidea assiated i{n the educatiocnal plan of the children.
The curriculua of this achool setting included academic

courses ranging from the basic to the advanced placement
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2
level. Several students attended a mejor state university
in the asrea and earned advanced college credit.

The population involved in this practicus included
fourteen atudents who were placed in the Emotionsliy
Handicapped progran. This prograa, part of the school’s
overall Exceptional Student Educstion coaponent, aasisted
students who have besen identified as having adjustaent or
behavioral probleas in an acadeaic setting. The students
were @ligible to enroll in a maximum of five classes within
the E.H. progreaa. The remaining two classss were aslected
£rom the regular education curriculum.

Included in this atudent group were esleven nales and
three femalea. 0Of the elevan aales, five were black and
six caucesian. The female population conasisted of 2
caucasian and one bleack. These students have besen enrolled
in the E.H. program since elesmentary school.

The population ranged in age froa 13-14 yeara. Only one of
the students attended E.H. classes five periods par day.
Four attended three E.H. classes, while five attended two
E.H. classes. One atudent was enrolled in thia progran
only once dally.

Following the inception of this progras, expansion of
ESE classes vere implemented. A classroom £§r students who
were classified -vngoly enotionally handicapped (SEH) in
addition to a classrooa for varying exceptionslities (VE)
wore added. It was felt that participation of this prograam

in the additional ESE classrooms would be beneficial.

11



3
One student from the S.E.H. progres vaa selected to

portlczpnéo a8 well as one atudent froam the V.E. program.
Both atudents ware black nales and fourtean years of age.
The SEH student had come from & residential achool center
where he had spant the previous seven asontha.

The average 1.0. score for this group, based on the
Weschler Intelligence Teat for Children-Revised
(WISC-R),was 106. The scores ranged froa ; high of 120 to
a low of 79. Noat of theas students fell within the average
ranga of intelligence based on thia msasure.

The atudents were placed in this prograa relative to
scorea on beshavioral projectives cospiled by the school
psychologist. Nany studenta acored low on the NMyklebust
Inventory of Socisl/Personal Behavior. Past standardized
test scores showed little eactional growth had been anaede.

Although this mesasure was subjective, ascorss coapared
over the past three years indicated a consiatency in the
evaluator’s judgaent. Teachers were responsible for
scoring behaviors on the Nyklebust evaery apring.

The population for this practicua slicited several
bshaviors deenad inappropriate. These behaviors included a
lack of self-asteea, a lack of acceptance of reaponsibility
for their ections and poor motivation towards achool end
hore. It was interesting to note that no conduct disorders
or overt behavior prodlems had been indicated, particularly
with the EN or VE students.

All students were able to pay for their lunch, except

12
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one. Thia atudent received state assistance and lived with
his materncl grandparenta. The location of aither parent

was not known.

Eight of the students were living with both parentas
who work. The remaining two children lived with their
nothers. Only one of these young people had contact with
his father. Ten students in this group lived in homes owned
by their parents, while one student 'ived in faderally
funded houaing.

The ntudontn selected to participate as pser assistors
consisted of seventeen pupils chosen from the general
school population. Their age range was bstween 16-18 and
they nmaintained a ainimum C+ average to date. Seven of the
seventeen psers were brought into the prograa during
the second sensater, as part of an expansion based on
aschool nesed. These students sarrad enocugh credit to be
at an age-appropriate level.

This group of students had no discipline referrals and
had an 1.Q. score in the average to above average range. It
was hoped that gseveral atudents who had received prior
exceptional astudent education aservicea participated in this
practicum. Ideally, studenis who were dismissed from ESE
prograas were included in the selection process.

These astudants volunteered their time for this
prograa. When they ware not directly involved with the
other group, they reported to the office as Office Aides.

This segment of the population did not receive graduation

13 BEST COPY AVAILABLE



5

cradit for their participation in this activity. Thease
atudents vere selected for participation in thia program by
recoamendation of teachera and school-based administrators.
A personal interview with the writer of this practicua wvaa
an integral part of this process. Those atudents were
selected for participation based on their sotivation to
give their time @3 well as their academic perforamancae.
These students received final spproval for participstion

through the school administration.

Writer’as Work Setting and Role

For twelve years, the writer had taught children who
ware eligible for exceptional education services. In
addition to teaching ESE children, the writer taught
reqular leval English classes. The writer has taught at
the elenentary, middle end asecondary levels and is
currently certified in Emotionally Handicapped, Learning
Disabilities Mental Retardation, Englisah and Spesch. 1In
addition to these reaponsibilities, the writsr devslopad
and iaplesanted a review course in preparation for the
studentas taking the Scholastic Aptitude Teat (SAT).

Part of £t ~ writer’a eaarience has bean related to
isplementing drams therapy curriculum to students with
savere laarning and eamotional probleas. At the time of
thia project, tha writer was coapleting requiresents for s

Doctor of Education degree in Early and MNiddle Childhood.

14



CHAPTER 11
STUDY OF THE PROBLENM

Problea Description

Today’s world is esver-changing. The students muat ba
prepared for the new advances that progress society.
Schools play an iaportant part in that preparation.

Developing a positive self-concept was one component
that the population for this study had not achieved. These
students had yet to feel success in school and identify
their individual strengths. MNost of these students felt
that each achool day is filled with failure, not becauss
they were unable to achieve, but becauss they never had
the chance to exaaine wvhat abilitiss they possessed and

_where their atrengths lay. Thesa students did not recognize
that every individual was capable of many different things.
Since they had a poor self-image, these children had not
been adle to work bayond their current limited levels.

Nany of these students had never developed a positive

peer relationahip either inaide or cutside of acheol. Nost
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of the interactions dealt with other atudents who found
fallure in school and those who had achieved little, if any,
success;, in their lives. For ReNny years, thease young
psople had been limited knowing teachers and fellow studenta
who participated in an sxceptional student educatiorn
prograa. Likewise, the students enrcolled in the regular
claas did not understand the concept of apecial educstion
and therefore naver had the opportunity to interact with
those pupils. Some students ware unabls to naster certain
concep’.s in various subjects. These studentsa

becane frustrated and aventually stoppesd learning. A
aajority of theae pupila did not have access to tutoring
tutoring or other school assistance due to financial

reasons or being unaware that such services were readily
availasble in the comaunity. Thereforas, failure becans

the only focus of their school experience. Thess students
gave up and eventually sought eaploysent at ainimua wage.

Ac this population ages, their frustrationel lavel
incresases and they bscome bored. School was not a place
where they could achieve success. It becane, inatead, a
place to spend the day and avoid negative interaction with
pasrents and society.

Without some level of successa in their educational
environaent, these students bacame minimally productive
aembers of society. While their potertial and strengths
rem8ined untapped, these students expected failure in their

educetional and social contacts. It vas important,
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8
therefore, to deaign a progream vwhich would expose thase

students to succeas in all aspacta of their surroundingas.

Problea Documentation

The students enroclled in the emotionally hand.-apped
prograr expressed frustration with their acadeaic
pezforaance as well as in their social interactions.
Through the class discuasion procesas in Social/Perscnal
clasa, these young people shared their inability to succeed
in a school environment. Thay would often mention leaving
achool as socon as possiblae.

These students were aso attuned to failure, that telk
about turning that feeling into ons of success vas aet with
apprehenaion and mistrus‘.. Based on a needs survey
pressntad to the class, these students acknowledged thet
school plays an integral part ot future success in the
adult world. Since this population lived in an affluent
arsa, they wera cognizant of those psople who hud sarned
and reached their full potential. Therefors, these
students desired that level of achievemsnt in their own
lives.

This group stated on the assme survey how they had not
nade any significant or positive peer relationships.
Several students sentioned how esasy it vas to bscoae

invelved in drugs bacesuse those individuale were the ones
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who the students became attracted to and involved
themselves with. This population felt that thye would not
be accepted by mainstresan studenta and that they did not
want to become involved with the most popular pupils in
school (aee Appendix A).

Teachers who worked with thease students i{n other
classes expressed concerns about the uny.iho E.H.
population was accepted in their class. They stated that
if another student provoked aiabehavior, the E.H. student
would, at times, engage in that particular insppropriate
action. Many of the faculty indicated that students froa
the mainstreas considered the ESE student to be retarded or
slow. They were, in fact, rejected by their peers in these
clasaroom settings (see Appendix B).

Students in leadership and regular Engliah classes
identified that students from the ESE programs were slower
than nost and should be trestad as such. This differential
treatrent involved conaidering this special population as
retarded, outc ‘ts of society and different. The regular
students also felt that ESE astudents did not participate in
any extrs-curriculer activities and that they were, at
bast, tolerated by others (see Appendix C).

For t'ie amcat part, the regular population interacted
with the E.H. population seldoaly, if ever. Students in
the meinstzreas could not identiiy E.H. students by name but
described the spacial 9aung rechle as the onhes who vere

alwvays susianded or drerzed a2 zartain way. Nost of the

-
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10
mainstrean students had never desired ssking contact with
an enotionally handicepped individual end expressed intense
concern ovar what their friends would think of such an
interaction. It was cleser that no prior exposure froa
either group had been successfully completed. There
appeared to be a aisconception and misunderstanding as to
reasons why studenta wera placed in special prograas.

In this particular school setting, the leadership
class was directly involved in working with the students
identifiad as mentally retarded. This interaction wvas
linited 2o ice cream parties given before holidays and at
the end of the yesr. Through obsarvation, these leadership
students remeined cluatered with esach other rather than
sharing time with the ESE students.

The leadership group was asked whether they totally
understood that the school had several other programs
within the exceptionsl education student setting. They
were told that a progill for the gifted, learning disabled,
and emotionally handicapped student was available in this
achool. The only prograa which they could identify with
was the one for gifted pupils.

These students conaidered learning disabilities to be
8 milder fora of retardation snd consider emotionclly
handicappsd students to bs those under the influence of
drugs and those who were involved in police mstters. These
sane students could not identify in what clasarocoms theae

ESE clasaes vere hald and who the teschers for the LD and
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EH prograams wvere (ses Appendix D).

Parenta had nnt been contacted for reactions to thia
atudy. There appeared to be sufficient discrepancy bestween
regular and ESE students in both cognitive and affective
dosains. Those students who were succesaful in achool did
not know how to poaitively impact those who wera not
achievers.

Nany of the emotionally handicspped students fulfilled
their expected prophecies. Suapensions for amisconduct,
leaving school early and/or direct disobedience were coamon
in some instances. Attendance recorda also indicated that
the E.H. pupil accumulated an excessive number of unexcused
absencea yearly. Since achool policy dictated that
students were only allowed ten abasnces per semester before
class credit was withheld, most of the students were asware
that thay would probably fail regardless of the quality of
their work.

The E.H. students stated thaet many mornings, when they
left for school, they intended to arrive in tise for their
first class. However, several students became sidetracked
and ended up aomewhers else. One student came to achool,
_found a hiding place and spent the day there, never
attending class. This clever individusl fel: it was an
accomplishaent to remain on school property and supersede
being found by the adainistration.

Therefore, it can be stated that many E.H. atudents

set themselves up for failure prior to attempting to £find
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success. Nany of these young people were 80 accuatomad to
rejaction in achool that they expected nothing better.
Since these students had achieved nothing other than
frilur:, they did not have the skillas necesaary to identify
and feel success.

Throughout their educational experiences, the E.H.
student found s clasarcom fillad with low expectations and
fruatration. These students remained in this special
classroon and ware given rare opportunities to interact
with the general achool population. Tharefore, they
renained in a negative pattern from elmentary achool on to

the time their formal education ceaases.
Causative Analysis

Through the review of anecdotal records and specific
coursae objectives, it was found that E.H. students had
improperly interacted with peers and had intenae
social/personal zrobleas. These studenta had never leen
taught the aspects of appropriate interpersonal and social
communication and had never been expossed to peers who had
achieved such. There was no mention in course objectivesa
for the social/personal curriculua of strategies or methods
for improving acadeaic or social/personal communication
akills.

Although this type of instruction had been used for

years in other ssttings, it had naver besn attempted et
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thia level and at this particular setting. Hence, without
tha proper aupport and training, these studenta could not
be expected to achieve in either the academic or
sociei/parsonsl realnm. T@-r-foro. the chance of acadeaic
succeas for these ltudont; renained hampered.

It is important to reamember that the atudents involved
in the regular level educational experience did not
interact with the ESE students. Therefore, this regular
population became liaited in exposure to the total school
population. They, like the ESE students, related to thair
friends within their respective environments.
Consequently, both populations were unawvare of each other
and their abilitiea. Liaited exposure prohidbita studenta
from uttliz{ng individuel talents which can bs shared in
sone inatances.

As achools become more accounteble for performance,
educators aust £find ways to improve acadeaic perforamance
£rom both a cognitive and smotional atandpoint. When all
atudents are given the opportunity to achieve succeass and
ars allowed to incorporate their potential and strengths in
their environaent, schools will be more able to directly

impact their populations positively.
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Reletionahip of the Problem to the Literature

Nuch rasearch hes been completed regarding why many
ESE and E.H. studenta have never learned strategies to
succeas. The literature containas a plethora of evidence
ohich givea reasons for poor school perforsance, both
acadenically and sociaelly. Nuch of the literaturs review
supports the contentions dealt with in this paper.

Nany ressarchers consider rejection g; pears and
adults as the main reason for achool failure. Bruninks
(1978) found that emotionally hendicapped children were
rejected by other students in the school who had no
involveaent in any ESE progrea. Gresham (1986) found that
E.H. and L.D. students were overtly rejected from the first
day and that many regular atudents purpossly avoided
contact with any ESE clasarocoa. Bryan and Bryen (1983)
found that verbal interactions saong E.H. students and
regular students ususally end up in discipline referrals for
both parties. Another study found that emotionally
handjcapped and learning disadbled students were capable
only of negative interactions with their clesssnates
(Cullinan, Epatein and Lloyd, 19855. These students were
80 cognizant of thair exceptionality that they usually
would take their anger out on each other.

Suther’ .nd, Algozzine, Yssesldyks and Freeaman (1983)
found that most teachers with ESE populations focused on
the acadeamic curriculum snd removed students who interacted

with other students nagatively rather than attempt to
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improve these relationships among students. Eaphasis in
ressdistion has been liaited to scadeaic skills ratiher than
social ability and that teachers rasly more on
recoanendations of bshavioral specialists to assist thea in
disciplining their atudents.

It was taken for granted that pear atatus was related
to an individual’s level of socisl ability (Trapani, 1988).
Studies indicste that early problems in peer relationships
do directly impact social development in leter life
(Hartup, 1979). Adolescent delinquency, dropping out of
school and diacharge from the military and job, as well as
mental health problems have all been related to probleams in
pesr relations at & young age (Hertup, 1967). Cowen,
Pederson, Babigian, Izzo and Trost (1973) as well as Roff
(1961) found that moat adolsscents and high achool studenta
who were hoapitalized for emotional problema had never
found success in developing positive pear interactions in
achool. It was also found that a direct correlation
between dishonorable diacharges from the arsed services and
achcnl perforaence exists.

Cobb (1982) and Barclay (1966) found that high social
atatus in childhood was dirsctly related to high acadeaic
abilities. Both astudiss found that students who had
learned how to interact with peers were more eager to ask
clasanates for essistance and guidance in both academics
and sccial skills. Thess students were enrolled in ESE

classes end were usually disaissed froa these programs
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prior to sntry in high achool. In addition, these two
atudies mentioned that high socisl status in childhood i,
directly related to acadeaic achieveament and interpersonal
relations in adult life. The inclusion and developaent of
social skills is important, as peer interactions and social
skills are parallel to acquiriny acceptable status and
rolaeas in adult life (Greenapan, 1981).

Mastropieri, Jenkins and Scruggs (1983) indicated that
many E.H. studenta exhibit deficits in social functioning.
It waa found that these students have naver learned to
model appropriate social skills from others bacause thay
ware oftan ocatracized froa the regular achool population.
It was also mentioned that teachers direct their class time
more towards acadesmics than behaviors. As in a previously
mentioned atudy, these students became disruptive
influences in aschool and at home.

Scruggs, Mastropieri and Richter (198%) felt that
enotionally handicapped students have a special need for
aasistance because of their lowver aceadeaic functioning
related to their bshaviors which interfere with learning.

Kaufaan (1984) also found that emotionally handicapped

students parfora sqorly in the acadeaic reals because thay

pPossess aesrious dn{icit- in social functioning. Quay
(1979) stated that these areas of social dysfunction
include self-esteen, social adjustment and attitudes toward
sachool.

In & study completed by Thornburg (1978) age vas »
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major influence upon social asttitudes. As the student
approachea aiddle childhood, the student is unsure of hias
or her identity, haa probleas with repid physical growth
and bagins to obaserve significant behavioral changea.

There is also a direct iapact of social avkwardness and a
treaondoua increase in peer influence. If the child has
not yst learned how to interact positively by this age,
they usually give up and bacome bored with achool.

Interestingly enough, Brown (1986) found that achool
personnel, from administrators to teschers, hold prejudice
against exceptional education studenta and do not want them
in the school. MNany principals would prefer suspension to
support services, thereby reinforcing continued failure for
the atudent. Burson, Narcon, and Coon (1981) found that
teachers, adminiatrators snd students expect that ESE
students are lessa capable than others and that taking the
tine.to improve aocial akills will not change their
negative behavior pstterns.

Nany children are not interested in the curriculua
being presented (Hell, Delquardi, Greenwood and thurston,
1982). Many E.H. students keep their anger from a previous
conflict in the way of their learning. They consequantly
bacose bored with the curriculum, blame tha teacher for
their boredom snd do not resolve their emotional conflicts
during the entire day. These atudents, therefore, are
turned off to school and resent the time they have to spend

in claas.
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Nany students ait at their deska and do not receive
help from the teacher bacauss the tescher is busy with
other students or dealing with a bahavior problea
(Greenwood, Dinwiddle, Terry, Wade, Stanley, Thibadeau and
Delquardi, 198%). Intoro;tingly, theae atudents only
utilized one-twelfth of their class tine effectively. The
remaining part of the time they ususlly acted cut, gave up
with their work or became frustrated. Stanley and
Greenwood (19837 atated that many of theed same students in
the E.H. claas could perfora bette. if they vere taught the
proper skills for communication and interaction with pesrs
and were eventually moved ocut of the E.H. setting. This
atudy implied that many students are placed in ESE programs
for the wrong reasons.

Since meny students placed in emoticnally handicapped
classes have acadermic difficulties related to their
behavior problums, it is necessary to mention the effect
th.at acadenmic coapetency has on the pesrformance of these
children. Henk, Helfeldt and Platt (1986) indicated that
sany L.D. and E.H. students have intense difficulty in
reading. These students are unable to read well, recall
inforaation, or understand wvhat they are rsading. They
bscome more fruatrated because thay cannot get help in the
clasarcoa and begin to think they are unable to function
effectively in achool. Nany of these same students do not
know how to listen, interpret and sort out instructions or

praise from teachers (Ksluuger and Kolson, 1978). Theae
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studenta become involved in altercations with peers and
teschers because they do not listen cerefully to what is
being said to thea.

Hany parents reported that social ski.ls and emotional
skills may be atronger indicators of success in school
rather than IQ and standardized achievement acores
(Richards and McCandlass, 1972). MNoast pn;cntl statad that
being able to intaract scocially with peers wvas tantamount
to achool succesas. Also, it wvas mentioned that both
parents and teachers felt that acadeaic acores ars lower
than potential because children hed not attained an
age-appropriate level of peer interaction and
social/personal behavior.

Lagreca and Meiabov (1978) investigated the social
denands of L.D. and E.H. students and the mainstreased
setting. Students had tremendous difficulty interacting
with pessra and teachers because they were unaccustosed to
being surrounded by children ocutsids 6! their exceptional
education environment. Garret and Cruap (1980Q) found
sinilar evidence when investigating regular teachers
expectations on ESE students placed in their classes.
These teachers reported that the ESE students were unable
to become a full and integral paxt of the class procesa
because they were unable to positively intersct with the
entire class and that most of these ESE students needand to
return to that setting to feel comfortable.

Children in the E.H. and L.D. classrooas who have poor
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paer relations can benefit from sociel skills training
(Staub, 1973). Students wvho were unable to integrate and
function independently in a regular cless wvers ususlly
returned to the ESE getting, however, thesa studenta did
bscone aware, howsver, minimally, to the ways the regular
pupils interact with each oiher.

Communication for E.H. and L.D. children is limited
(Bryan, Donshue, Pearl and Stora, 1981). ESE students nake
negative atatements in discuasions than do regular students
and are more unable to initiate and maintain a conversation
with others. Boys were more involved in this concept than
were girls.

Paasive academic involvement and poor motivation were
found to be significant among emotionally handicapped
children (Deshler, Schusaker and Lenz, 1984). Whalen and
Torgeson (1982) identified that E.H. and L.D. children
becare inactive learners because they were unmotivated to
learn or participate in classs. Zigmond, Kerrand Schaeffer
(1986) reported that ressons why children become
unmaotivated related directly to their lack of peer
interaction and their inability to know proper ways to
develop effactive relationships with sach other.

In the cognitive reala, Donahos and 2igmund (1986)
stated that both E.H. and L.D. stucents received below
average grades in acadeaic subjects approximately 80x of
the time. HMost of these students were unable to coaplete

the work without assistance and in many cases were unable
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to finiah the sassignments within a given period of time
(Schuaaker, SHeldon-Wilgren and Sheraan, 1980).

Kaluger and Kolaon (1978) found that alaost 99% of
L.D. and E.H. students exp- ienced significent difficulties
in reading. Henk, Helfeldt and Platt (1986) atated that
reading and spelling were the noat difficult subjecta for
ESE atudents and that teachers were unable to assist these
atudents aa nuch as necessary because of class size or lack
of an instructional aide in tha classroon.

Towner (1984) found that opportunities for effective
interaction among regular and emotiocnally handicapped
students were minimal. Schools reported that consideration
given to social/personal interactions as part of the needed
curriculum had never besn given because it is more the
resaponaibility of the achool to support acedemics. Thias
study showed a significant chenge in the emotionally
handicapped students performance when appropriate exchanges
bstween students occurred.

Interpersonal comaunicetion gkills appesar deficient in
all categories of exceptional student education (Strain,
1981). The students in this study, including emotionally
_handicappod pupils, had no observable training in
comaunicating thoté feelinga or beliefs to othars,
eapec tally peers. The educational history of these
studentu showed that almost 99% of them had been placed in
an ESE class since elementary school and had no exposurs

outside of that situation.
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Guralnick (1981) raported that an absence of social
and comaunication skills prevanta the proper development of
intellectual , language and other skills. It was found
that reading abilities as wall as spesch were depressed in
childron who had not doveloped effecilive communication
skilla, or had not identified positive peer interactions.
Social/parsonal skills appeared as a legitinate conatruct
for education where the social consequences extend out of
the classrooa and into the real world.

A lack of social/personal and coamunication skills in
childhood stands a. the single beat predictor of adjustment
problems in adulthood (Roff, 1961). Those students who had
problems relating effectively with peers or whose social
i~teractions vare liaited were bound to be 'ess likely to
succeed in careers, marriages and other relevint life
iasues. These atudents sere often in trouble with the law,
and wvere unable to keep a job noro;than a few weeks, or a
-ontﬁ, at besat.

Well-documented ressarch has shown that a significant
problea exista. Not only are social interactions
conaidered important to scademic success, but acadeamic
pProbleas can be aided by peer asaiatance. Children who
have baen reatricted in ESE class settings have been denied
the opportunity to interact with otaer students from the
regular population.

Peer relationships are tantamount to the developasent

of a well rounded indivicdual. Research has shown that a
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high, positive correlation between self-image and success
exirsts. Students 2> do not comaunicate sffectively are
inhibited inn developing irn scope and understanding of

society.




CHAPTER III
ANTICIPATED OUTCOMES AND EVALUATION INSTRUMENTS

Goals and Expectationa

Thae goal of this practicum was to increase the social/
psrsonal behavior and acadeaic perforaance of the atudents
enrolled in the prograa for the emotionally handicapped.
During implementation, the astudents developed the ability
to interact with another atudent who was asaigned to thea.
During this interaction, the E.H. and S.E.H. students
identified his or her strengths and abilities, and thereby
began to develop a aore positive self-concept.

Thias practicua was designed to increass the acadeaic
parformance of students in the E.H.,S.E.H. and V.E.
program. Through peer assistance and interaction, the
students becase aotivated to satisfactorily complete their
school work and pass their clesses. Those students who
have identifiable and measurable learning problems, were
assisted by peers to increase their understanding and
retention of acadeaic material that was previoualy difficult.

Another objactive of thias practicum was to expose the
peer assistors to the exceptional student education program
and have these students identify how their assistance has
positively impacted the E.H. population. It was hoped,

therefore, that this practicum would increass awareness of
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individual differsnces and needs and aasiast both groups

of students in interpersonal comaunication growth.

Behaviorasl Objectives

The {following goals were developed for this practicum:

At the end of the ten month implementation periocd:

1. Each student will successfully demonstrate
appropriste social/personal behsviors 80% of

class time as reported on Appendix K.

2. Each astudent will contact their peser asaistor
on five independent occasions during the tera

of the practicum as reported on Appendix H.

3. The student will demonstrate two of five
bahaviors at loaat 80% of claaas intervals aa

reported on Appendix L.

4. The atudentsa will attend achool regularly and
will not accumulate more than two unexcused

sbaences.

S. The students will incresse their class averages

in all claseses & ninimum of one letter grade.
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6. Based on the social/psrsonal categories found
on the Nyklebust Social/Perasonal Inventory, the
atudents will increase their average score on at

lesat three categories a ainiaum of 80x.

7. Each pser asaistor will indicate that the student
demonatrated & ainiaus of £ivo of the eleven
beahaviors on a weekly baais as demonatrat:d on

Appendix I.
Neasurement of Objectives

Both peer students and E.H. pupila kept a notebook
whera they wrota what they had experienced. Thia diary
nessured the interaction heppening detwesen the students and
identified what improvements that had besn nade weakly
during this practicunm.

Peer students coapleted cine or both forms weekly.

The first form (ses Appendix H) indicated the date,
assignment, weaknesaes and strengths of astudent and
important observations for each day. This information was
the basis for the pser assistors weskly diary entry. Thias
form included the expected level of perforsance

for esch asssignaent. This was only one way to measurse the
success of the studenta’ interactions.

The next form (see Appendix I) listed the date,

15
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activity, and identified a specific goal for interaction.
Such things as verbal praise, snilea, positive comments,
stc., wers tallied. Each student was expected to achieve a
specific level weekly. Each wesk, the amount of positive
positive behaviors were expected to increase. The
deteraination of these messureasnts was completed by the
writer and peer asaiators. Final resolution of this natter
was aade by the writer of this atudy. .

Thias particular fora helped to identify observations
made outside of the clasarocoa relative to peer
interactions. Teachers wers aasked to report on any
neasurabla changes obaserved in clasa, either positive or
negative. These results were tallied by the writer of this
project and compiled in messurable terms.

A form to kaeaep track of progress of the affective
1 asponses was developed (see Appendix J). Observations
observed by teachers and students Qor. listed on thias form
or n‘aauro. The categories included: atthdanco, student
interaction, discipline prodblea, teat scores, homewvork
productivity and facial expressions. Specific comments
reported were also documented on this fora so that a more
coaplete result could be reported. Deteraination of the
catagory whare the observation wvas to take place was rade
by the writer.

Acadeaic iaprovement was included in the teacher
observations given to éh. writer weekly. A homework average

and test average was be kept in each student’s folder.
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CHAPTER 1V
SOLUTION STRATEGY

Discuasion and Evaluation of Solutiona

A great deal of ressarch ralated to the success of
peer intervention haa been completed. Nany atretegies for
solving this problea have been atteapted, reviewed and
docunented. Through this review, a solution for thia
practicum vas developed.

Cohen, Kulik and Kulik (1982) analyzed 653 tutoring and
Peer programs initiated in well structured and more
cognitively oriented prograss. The results indicated that
tutoring produced larger effects in well sequenced and
lover level skills. Tutoring programs that had a shorter
duration appeared to show larger gaina from the students.
This study also indicated that planning a program where
Peer tutors are directly involved with students no sore
than three tines weekly was succeasful. Also, in sonme
cases, peer tutors were changed at semester time so that
the students did not become too depandent upon one person.
Also, tutors vere found to have a better understanding of
their own expectations and wers more able to deliver the
specific subject content to the atudent. It was slso found
that student attitudes towvards subject metter were mors

Positive in claasrooms where peer programs were isplenented.
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Other studies heve examined the effects of tutorial
and small group inatruction. Jenkinas, Neyhall, Peschka and
Jenkina (1974) cospared tesacher-led small group instruction
with one to one instruction delivered by peer tutors.

These children who were recsiving tutorial services were
learning disabled and behavior disordered.

They were enrolled in resource clesses for a ainimum of two
times psr day. The peer tutors ware the same age and had
received minimal training in working with these atudents.
They had worked with the ESE students for several months.
Learning was greatsst in the tutorial aituation when
compsred to smell group instruction. One to one
instruction provided improvement in motivation, attitude
and scadeaic performance. It was also obasrved that many
students wvere eager to attend achool and that absentesian
decreased among this group.

Peer assistents need training so that the most
effective program can de developead. Feahbach (1976)
reported that tutors who are not properly trained becone
boasy and tend to ridicule the students asaigned to thenm.
It is therefore necessary to train tutors to develop
appropriate interparsonal cosaunication skills ao that
these peer astudents can resdily identify the positive
habits exhibited by the students they directly work with.
This will provide a Jomfortable and satisfying experience
for all members of the tutorial setting.

Feshbach also noted that children’s tendency to
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respond to others is related to the tutor’s sociocsconomic
cless, reacs, aother’s reinforcement style and cognitive-
;chtovonont abilitiea. Vhile aocse atudents may look at
their tutorial role with already existing interpersonal and
aocial skills, othera wili need more training and close
close supervision.

Niederaneyer (1970) reported that teachers must give
clear instructions to tutors so that tho tutors can relay
clear, succinct directions to the students. It is also
important to praise students for their efforts, praise and
confirm correct responses, avoid overprvompting and aake
corrections in a positive way. Uithout the proper training
Niedermeysr further stated that tutors tended to enforce
correct responses and appropriate behevior only 50X of the
tise and praised the students less than that. Thesa peer
tutors did not sngage in friendly or appropriste
non-instructional conversation bafore or after the session.
This conversation has been found to be an integral and
necessary part of developing a positive relationship
batwesn the tutor and the student. While examining the
importance of tutor training, it wes reported that those
atudents who received soams type of training gave proper
feedbac! and positive communication over 85% of the tinme.

Peer tutors hold specific responsibilities. Price and
Dequine (1982) found that each tutor aust assist students
with apecial educational needa through & program which

contains aspecific goals, lessons and checklists. Prior to
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the first encounter with the student, the peer nust attend

a training sesaion and is guided through ways to intervene

and correct errors when mede, 80 that each student feela
motivated through this program as well as in their other tasks.

Also, the peer tutori are to aasiat in teaching
atudents how to organize their naterxials and study more
effectively. Each tutor should work with s checkliat that
indicates progress nmade on a daily bnnio.‘ These worksheets
are to include what asaignment should be covered ss well as
criteria met in ralitton to expectaticons. It 1s felt that
through thesae neasures, students will interact with gach
other in a positive way (Trapani, i988). Alsc, this method
would be an effective way to collect data.

This study elso found that proper psar tutor training
improves attention of students with special needs. Sharing
social experiences also improves self-esteem and working
attitudes as well as decreasing deatructive behaviors.
Increaaed work productivity and decreased astigma of special
nesds are also met as weal. as the developaent of new and
positive peer friendships.

Land (1984) found that peer tutoring has been a
successful method for improving instruction as far back as
the 15€0°s. Several modern educational theories, including
Montessori, have been successful in using peer tutors to
improve inatruction. This theory relied on the individual
ability of peer tutoring to more adequately sset individual

needs and peraonsl interests.
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Bloom (1984) found that there wers many advantages
associated with peer tutoring. In one study, Blooa found
that peer tutored students ocutperforaed 98% of the students
who were not receiving pa-? asaistance. Student attitudes
and comaunication in conjunction with self- concept
improved draanatically.

Paer tutoring allowa studenta to more quickly get
responass to queations or probleas when teachers are busy
(Hiebert, 1980). Studenta were able to draw upon each
othera strengths and the ESE students were able to identify
positive aress of their peraonalities which thay were
unaware of prior to intervention. Increased learning tinse,
by uaing peesr tutors, improved grades. The ESE students,
particularly the E.H. population, were more involved in
direct instruction, thereby creating lesa time for acting
out behaviors or inappropriate actions to surface. Also,
increased sslf-concept and motivation were ocbserved because
students found success quicker and more accurately.
Iznediate reinforcement was found to be a component for
succesa. The atudents wvere abla to reapond more
appropriately and gave tha teacher mnore time to focus on
other clesssroom problenma.

Hill and Sardar (1981) conducted a study wheras 38
tutors and 38 ESE studenta were lnvolvoa in sessions
related to mathematica. While the results were mixed
regarding the efficacy ~7 ..sar tutoring, this atudy showed

that tutoring did increcse motivatio~, achisvement and
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self-direction of studenta. Walberg (1984) reported that
personalized and adaptive learning, such as tutoring,
increased learning. Burke (1983) also found that the uae
of pser tutoring increased student motivation and scademic
Compstence. As in past studies, this one also supported
the contention that self-imege is dramatically improved.

Nany tutors increase their own knowlidgc of subject
astter and improve their self confidence and aslf esteena
while being tutors (Reed, 1976). The tutors were given the
opportunity to interact with other atudents, develop their
own strengths, improve their comaunication skills and feel
as though they have assisted in the growth of other individuals.

Self confidence and more positive attitudes are one
important elezent of a successful pser tutoring prograna.
Price and Dequine (1982) studied a peer tutorial group of
low-achieving students serving as tutors. These children
experienced tremendcus gains in self-esteem,including basic
acadenic skills and vocabulary. Tyler (1984) resported that
the tutor exhibited increased effort and concentration,
assisting them in improving academically. Therefore, the
students felt more capable of performing better and thus
improved their crelf inmage.

Lazerson (1989) conducted a study which examined gains
in self-concept and isprovement in bshavior for sixty
studenta. Both aggressive gn4 withdrawn children showed
improved self-concept and an increased attitude toward

school and the learning proceas. Candler, Blackburn and
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Sowall (1981) aupported the contention that peer tutoring
increased interest in school as well as academic
perforaance and self-concept.

Hailey (1981) atudied 104 atudents involved in a peer
tutoring program for ESE mathematica. A significant
difference was found for the group who were tutored as
opposed to the group who did not receive asaistance at thae
.25 lavel. The atudents who improved through the tutorial
asaiatance also increased acadeaically as well ss socially.

Epstein (1980) found that LD and EH students who ares
involved in direct peer tutor programs improved acadeamic
abilities as much as one year sfter intervention. Kane and
Alley (1989) support this contention and found that most
exceptional education students can gain as auch as one year
in ability after peer tutoring interventions. Lazerson
(1989) and McHale, Olley, Marcus and Simeonsason (1981)
reported that ESE gtudents gained as auch as two vears in
social/personal interactiona. Thase students were first
able to relate to their peer assistors and were able to
continue intaracting with students in other classes as well
a8 improving behavior in the cafeteria.

Student gains were raported in social/peracnal skills
a8 well as self-concept among ESE students while at home or
out of the school setting (Oaguthorpe, Eiserman, Shisler,
Top und Scruggs, 1985). Parents, asked to rank their
children’a behaviors, indicated that growth in family

interactions had increassd tremendously within six months

43



35

after intervention. Snell (1979) found that many ESE
atudents could integrate effectively with other students
and were able to perform in regular level classes within
aix months.

Travato and Bucher £1930> believe that three foras of
peer tutoring must be considered in planning an asppropriate
and successful program. Selecting regular class students
to assist ESE students is one of the more successful
methoda. This interesction encourages social skills from
both parties and improves interpersonal avarsness of
abilities readily. They also suggest selecting handicapped
students to work with other handicapped students since the
partiea would feel nore squally able to interact with esach
other. It was found, howevar, that matching students in
this method can be difficult and tedious.

The third approach suggested brings handicapped
atudents in to assist regular students. This approach ias
used to improve the attitude of regular students to
handicapped studenta. Since many regular students consider
exceptional children to be retarded this method is deenmad
appropriate in changing the negative attitudes of regular
students (Garrett and Crump, 1980). There is no data that
indicates how successful this strategy has besen, however.

Casanova (1988) stated that sslection of tutors is
tantamount to success in this type of program. Selection of
the tutor reliesa on the type of program which i{s chosen for

implenentation. Older students working directly with
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younger students should be used only if a comparison of
students’ interests and akills in relating to the younger
children ia given consideration.

Also, Casanova relates that effective tutors should be
only alightly ahe~. of th‘ir atudent in conceptual
formation and acadeaics. Pairing, therefore. aust be based
on potential and compatibility.

Toskas (1987) related the succeas of the SAILS
program. This program, designed to asaist students who
have conaistent difficulties, such as <~oping or acadsaic
ability, is developed to specifically address problea
areas. One key component of this program is to develdp a
nore positive attitude toward achool and aslf-concept.

This prograrm meets for twenty ainutes daily. Studentas
are allowed to be in the program indefinitely, as long as
progress is continual. Direct atrategias are developad
from the Individual Education Program (IEP) for each
student and success is neasured bsaed on these objeuctives.
This program involves assistance in all academic clasaes.
This systea only incorporates social skil's related to the
scadenic interactions.

Once students have iaproved, however, they are then
assigned to a group designed to identify if the lack of
motivation is related to s source otiher than skill
daficiency or poor conceptual understanding. Froa thia
point, the students are directed to discuss affective areas

and to identify methods for improving communication.
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This progras has been dessed succesaful. Students have
ahown iaprovements in all arsas within one achool Yesar.

Maheady, Harper and Sacca (1988) raported that
successful classroom tutoring can be managed within the
clasarcom. Selecting studenta from the sane classrocoa to
tutors others in that environaent can be useful. Student
interaction is more comfortable because the students are
familiar with each other. There is no ovidonco, however,
that this method increases self-easteea or interpersonal
communication.

Computers used as reinforceament are effective tools in
a tutoriel setting (Jason, Pillen and Olson, 1986).
Following the time the student wvorks with his or har peer
assistor, reinforcing those akills covered on a computer
have increased acadeaic retention aslmcst 20%. The one
probler mentioned, howaver, is the cost of both hardware
and software. Since ESE curriculum is individualized, the
purchase of software resains prohibitive. Shisler,
Osguthorpe and Eiseraan (1987) reported that students who
are considered clasarocoa stars are less sffective vhen
working with smotionally handicapped children. Students who
are not as well known in the achool aott%ng, and who are
Rore average in abilities are the ones who have tha nmost
positive impact upon this particuler pépulation.

Jenkins and Jenkins (1983) related the importance of
the role of program asnager. The person who runs the

prograa muat be able to positively critique the
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effectiveneaa of the peer assistor. Peer assistors who
feeal that their efforta are not satisfactory or svaluated
tend to drift away from their student socially and make the
sessions less meaningful for both the student and tutor.

It is important, therefore, that the progras amanager
observe, listen and report on the interaction of the two
students in a positive way. Tri-weekly or weekly mestings
are an effective way to report observations and evaluate
progress (Jenkina and Jenkins, 1987).

Lloyd, Crowley, Kohler and Strain (1988) found that
cooperative learning is s key to success. The program
aanager nust make this a learning experience for his or her
and share this growth with the peer team and atudents. It
wvas reported that this iaproved the self-image and
communication skilla of all three parties and that acadesmic
progress becaaa more directed and was achieved quicker.

Turkel and Abramson (1986) found that peer tutoring
has prevented high achool ESE students from dropping out.
The E.H. students were able to relate their lack of
aotivatién and boredom with school as key reasons for
considering leaving school prior to graduation. Over 80%
of atudents who were considered potential dropouta remained
in achool and felt that the relationship they developed
with their peer assistor was one of the most positive
interactions they had ever had. This theory, called
nentoring, states that scademic progress is anore likely to

heppen when the potential dropout isproves his or her self-concept.
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Strain and Odum <1986) reported that deficiencies in
social skills is one of the most common disabilities found
in sxceptional students. They, tharefore, develcped a
prograr known aa the social initiation intervention.

Regular students make social contact with ESE students
before approaching academic remediation. This nodeling
approach allowa the exceptional child to understand
iamediately what an effective social-peraonal interaction
is. Although this approach has been attempted on
pre~-school an& elenentary school aga children, it can be
effective in later years if the regular student has
exhibited age-appropriate social skills as determined by
teachers and administrators in the achool. Contact should
also be made cutside of the clasarooa and such areas as the
playground, or lunchroom sre ideal times for the peer
assistor to communicate with the ESE student. Also, this
givea the tutor the opportunity to observe their student in
a situation outside of the ciassroom and document
interactions which may be deemed inappropriate. It is felt
that this interaction must occur daily.

Overall, the literature provides many useful amethods
to developing a successful and meaningful peer assistance
tean. Both useful and less than useful satrategies are
discussed so that identification of an appropriate and
effective program can be made. The potential for improving
acadeaic achievemsnt and socisl/personal skills is well

docusented and supported. Froa this informetion, a progrea

45



for thia project was developed.

Report of Action Taken

Peer sasiastors vare trained prior to the beginning of
the school year. Following the interview proceas, astudents
seslectad were askad to attend training sessiona where
positive coanunlcntionvsktlln wvere taught and raeviewed,
These students role played situations with sach other and
svaluated the results. A review of acaleaic skills in
English, including punctuation, resading coaprehenaion and
vocabulary, was preseanted at another sesasion.

Natching pesr aassistors and students wase completed
after interests and attitudes were sxamined. Peers and
students with similar interests and parallel acadeamic
abilities were matched. When a peer assistor indicated an
intersst in working with social/personal probleas, that
consideration wes made. Likewise, if a peer assiastor felt
more coapetent working with a student’s acadeaic needs,
that anatch was made.

Personalities and demesanor wars also considered
in making these matches. For example, 8 psaxr assiator who
was shy and reserved was not aatched vith a student who
had a similar personslity deascription. Although it has bsen
stated that matching similarit!es may be useful, the type of

similarity was svaluated prior to pairing the two students.
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Tutors were axpected to work with students a ainimum
of three tiasa per week. Specific goals and objectives
were identified each week. The peer assiastors vere
expected to prepare for teaching these atudents .specific
skills eech weekend prior io implementation of that skill.
The pesr assiators kept a daily log of results, including
acores on assignaents. Also, the pser aasiators were
expected to document the type of 1ntor-ct1$n that occured
that dey. Sp;ciftc inforaation, including coaments made by
studenta, or changes towards friend: or family were also
included.

Students selected to be pssr asssistors in this
practicua were interviewed by the writer. These
studentsa coapleted a two-part process. Firat, each student
was involved in an oral interview whereby the purpose of
this prograa was discuased. The student was slso given
@& description of the population that they would be working
with. The pser candidates needed to appesr self-motivated.
Their candidacy was supported by the definition of their
long-term goals and a discussion of the activities and
accomplishaents they have achieved since being in school.

A review of discipline, attendance and acadeaic records was
nade to be certain that the pser cendidate did not exhibit
any overt bshavior problams or attendance difficulties.

Picr assistors wvere expacted to have no diacipline
referrala for any reason during the preceding year and

these atudents were expected to be in achool regularly and
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had to have no record of excesaive absences. HNore than
five asbasncea during any one quarter was the level where
pesars would no longer qualify for acceptance into thia
program. It was also expected that peera meinteined a Co
average throughout high uéhool.

Due to sacheduling problems and requirements for
graduation, only aseniors were eligible for participation.
Thase seniors had to have enough creditas .;rnod so that
they vere alloved to leave school early. It was this extrs
time that was going to be allocated for pesr-student
interaction. Any satudent who had not eerned sufficient
credits to be sligidble for “"senior privilogc“ weare not
allowed to enter the programn. The methoda for monitoring
self-motivtion included the completion of a form by
classroon teachers (see Appendix F).

Peer asaiators were sxpacted to conault with the
writer of this report should any unexpected problems or
difficulties arise. Such things as threatened suicide,
drug problems or sexual crises were to be brought to the
attention of the writer. Since many of theae probleas
required attention as mandated by law, it was imperative
that each peer was congnizant of their responaibility in
this area. A further discussion of the severity of several
severe asituations is found in the next chapter of this
report.

Peer assistors wers patched to E.H. students by how

the peers anaswered academic and sffective gquestions on their
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written interest inventory (see Appendix G). This written
section was an additional and iaportant part of the
selection pProcess. Students indicated their asttitudes
related to academic questions and affective behaviors. This
instrusent, alao allowed the pser aasistor candidate to
respond to incompleta statementa. The responses vwere to
assist the implemnentor in determining att;tudo- and baliefa
which aided in peer-studant aatches.

Both peer students and E.H. pupilas kept a notebook
where they wrote what they had buih accomplished during a
given weak. This diary mesasured the interaction between
students and identified the changes, both positive and
negative that had been made during each week of the
inplementation period.

Pear students completed one or both forms weekly.

The first form (see Appendix H) indicated the date, goal,
weaknessea and strengthas of student and any other relevant or
important observations for sach day. This information waa
the basis for the peer assistors weekly diary entry. This
fora included the axpected lavel of performance for

each asaignaent. This wvaas one way that was utilized

to measure the succeas of thae studentsa’ interactions,.

The next foras  (see Appendix 1) listed the date,
activity, and identified a specific goal for interaction.
Such thinga as verbal praise, sailes, positive comaents,
etc., vere tallied. Each student wvas expected to achieve

8 apecific level, weeskly. Each wask, the amount of
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positive Ddehaviors wvere expected to incresase. The
deteraination of thess neasurenantas was coapleted by the
writer and pesr assistors. Final reasclution of this matter
was mnade by the writer of this study.

Thia particular form identified observationa outaide
of the classrooan relating to peer interactiona. Teachers
were asked to report on any measurable changes obaerved in
claas, either positive or negative. These results wvere
tallied by the writer of this program and compiled in
measurabla terms.

A fora to kesp track of progress of the affective
reaponses was developed (see Appendix J). Behaviors
obzerved by teachers and atudents wvere listed on this
mnessure. The categories included: attendance, student
intearaction, discipline problem, test scores, homswvork
productivity and facisl expressiona. Specific coanments
reported were documented on this form ao that a more
coaplete result can be reported. Deteramination of the
catagory where the observation was placed wvas made by the
writer.

Acadenic improvement was included in the teacher
obaservationa made to the writer weekly. A homework average
and test average wes kept in esach E.H. student’s
folder. The deans normally reported referrala to the ESE
teachers regularly. Therefore, discipline problems were
closely monitored and collated.

The ESE student was alao expectad to keep a disr~
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listing the work they completed as wall as any reactiou.s
they have to the pser tutor. These diaries were read by
the prograa aanager waskly and date waa transferred to the
studenta’ folders.

Regular clasa toachor; were asked to complete a foram
indicating academic perforaance as well ;. objective
observations of social skills. These resulits were
chartad and tallied for result reporting. The culamination
of these atatistics were used to indicate auccesa outside
of the ESE classroom situation.

During the days when the peer asaistors were not
present, curriculum relating to interpersonal coamunication
and self-concept was pressnted to the E.H. students. They
were expected to learn various techniques and transfer this
learning to the interactions in mestings with thair peesr
assistors. MNModification and changes in curriculus wvas
necessary as varranted. Should the prograam manager feel
that the EH studonts'wor. not gaining expected results, the
type of curriculum used may be subject to change.

Modifications of the program as well as the need for
flaxibdbility was tantamount to the program’s success. Any
unexpacted results were observed or any difficulties
related to the development of strategiea for thia prograa
occurred modifications and changes were made. Thase
changes ware documented and the resson for making the
change vaa listed, as wall.

The role of the program manager was to monitor and
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obaervae the interactions of the atudentas. The progranm
aanager decaae an iaportant, but sscondary par: of the
interactiona. When a minor problem or difficulty wvas noted
the progream manager intervened and suggeated alternative
approaches for the peer assistor to utilize. EHN atudents
were aaked to report any negative observations and document
thea to the program manager. These students wvere expected
to share thair feelings regarding this prograsm in weekly
discussiona. These discussions were part of the curriculua.

Waekly neetings, either before or after aschool hours
were held with the progras manager and peer assistors.
These meatings ware held to discuss interactions and
particular situations that hsppened during the weak. Thease
neetings also evaluated progress for each peer asaistor.
This tine was to be utilized a0 that peera could share
techniques or approaches that had worked in various
situations. This created the opportunity for peers to
atteapt new or proven atrategies.

At the eud of the first seaester, or midway point of
this practicum, assignments of peer assistor and student
ware changaed. This was necessary due to schedule problems
and the effect of these changes are discussed in Chapter S,
The implication of theae changes had a tremendous iapact
upon both the peer and student.

The strategies mentioned for this program have besn
developed from the rovlow of the literature completed

earlier in this chapter. Sslection of this approach
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incorporated the acsgt effective components of othear
Prograss. Some of these approaches were modified becauase
of differences in 8ge and grade. The data which supported
this progrem indicated that there vas a great
correlation between oucco-l.nnd strategies. It was hoped
that collection of the data in thia manner would be useful
in making these results Rore measurable. This method

provided for the resporting of more accurate and Reaningful

results.



CHAPTER V

RESULTS, CONCLUSIONS AND RECOMMENDATIONS
Results

The reaults of this practicua showed a plethora of
changes that positively impacted the students. The results
and summary of data for this implementation are addressed in
this section as separate components. The correlation of
this data will be discussad in the Concluasions section of
thias report.

The peer selection process went amoothly. Peers were
selected from the criteria set and they attended a full day
workshop to show their interest in working with a particular
type of student. Students were matched to peers based on
this information and student-peer interactions began
imnediately. Peers did not directly state to the student
their purpose in working with them. It was felt that this
would bias the student’s opinion of program participation.

Peers spent two days talking with the student to whonm
they were assigned before deciding on a short tera goal.

The program manager assisted the peers in planning what goal
to seat, how to implement atrategies to see itas success, and
how to measure gains made. Moat pesrs appeared to expect
too auch from the students too soon.

Because of the addition of new programs to the ESE
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department, peers were asaigned to students in the EH, SEH
sand VE claasrcomsa. Not only did this broaden the program
initially, it allowed the peers to gain a wider aspectrum of
what apecial education was and how these services were
delivered to the different students in varying progranms.
The types of objectives and goals set for sach program were
individualized within the constraints of each prograa and
teacher.

Many teachars at first were eager to have peers in
their rooms to do filing, and aide duties. It was quickly
determined that these teachers needed to be advised of what
the peer duties would be. Once this neeting was held, this
isaue was resolved. The peers vere asked to report any
discrepancies or abnormal requests to the program manager so
that the proper clarification could be mada.

Student attendance was compiled to verify if
improvement was made. It was found that many ESE students
will not attend school and will not be 111, It was found
that attendance during the entire year did improve for those
students who were involved in this program. Figure 1 shows
the (ncressed attendance figures between all four quarters.
It is important to remember that school attendance during
the first quarter of the year is to be used as a starting
point, only. The increases in school attendance rose
steadily during the school year. MNany students appeared to
be eager to apeak with their peer and it was reported that

astudents stated to their peer that they came to achool on a
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specific day only to interect with their peer. Therefore,

it is apparent that this prograa aat with succeas in
increaaing student attendance.

Criteria for establishing appropriate gocial/personal
interactions included the obaservations and collection of
data in certain areas. Inappropriate use of language was
one area where the students needed to aake changes.
Therefore, peers and teacheras were askad éo monitor the
frequency of inappropriate language during interaction.
Pears ware asked to address thia issue in a positive manner
with their students and record the instances when students
language was improper. Figure 2 ghows that throughout the
period of implementation, students were able to decreass
their usage of inappropriate language. The peer pressure
and desire for acceptance by the student from their pser nay
have had a tremendous impact.

Another area that seemed important to amaliorate was
getting the students to remain on task throughout claas
time. Many students would enter the class, putting their
heads down on their desks, and choosing to not complete the
daily assignment. Rather than make this a disciplinarcy
isasue, as required by achool policy, psers were asked to
assist their students in beginning and completing the daily
assignrent within one class period. Figure 3 shows that the
percentage of assignments coapleted on a monthly basis
increased steadily throughout the program. This data

includes assignments which were completed during a claas
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period, and finished with s pasaing grade. This, 0of courass,
played an iaportant role in increaaing the satudents’ nine
week report card grade.

Figure 4 dcnenatratcg that the atudents grades did
incresse steadily. The data indicatas that there ia a
positive increase in academic parforaance betwaen the firat
grading period and the last. Table 1 displaya the actual
number of sach letter grade awarded during this ~ogram. An
incresse in the number of average to above average grades
increased dramatically. The daily interaction of the peers
was modified during the later part of the implementation so
that a more accurate lavel of psrforaance, as well as a
lavel of student independence could bs determined. Figure 3
shows the amount of time pesrs interacted with their
respective studentas on a quarterly basis. It i{s important
to note that peer-student interaction muat be increasad to a
certain point and then decreased so thaé atudents can learn
to work independently.

Students were sllowaed to contact their peers outside of
their scheduled time. Peers gave students a copy of their
scheduls as waell as their home phone numbers. Since one
objective of this practicum was to get students to contact
their peers independently, pesers were askad to keep track of
the number of tises students contacted thea. Figure 6
denonstrates that this goal was achieved early in the
prograa and that it remsined consistent from inception to

completion.
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GRADES EARNED PER QUARTER
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A comparison of positive behavioras and negative
behaviors was complated. Figure 7 indicates that a large
number of nagative behaviors were exhibited early in the
program. These beshaviors decreased during each month of the
program and werse replacnd-by nore poaitive actiona.

Student referrals were tabulated and recorded. Since
many ESE students are sent to the dean for disciplinary
action, it was important to keep track as to how the numbder
of referrals changed. Referrals from ESE and regular
teachers vere tallied and a monthly comparison of the total
number of referrals written was kept. .Figur. 8 ahows that
the number of referrals written for each student decreased
steadily from implementation to conclusion. Since many
students were suspended from school for disciplinary
reasons, these miased days were not tabulated in the
attendance figures reported earlier. It was hoped that the
number of disciplinary actions from adainistratoras could be
dacreassed through this program. This clearly was
demonstrated.

Several peers left the program for a sundry of reasons.

One peer atopped reporting and when asked by the progranm
mRanager for reasons, the pessr responded that he was no
longer interested in working with ESE students. It was felt
that these students could not be helped and the peer was too
involved in extra curricular activities to devote sufficient
time to the progranm.

Another peer needad surgery and waa j;laced on homebound
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services for the last four months of achool. This peer waas
asked to aeparate froam her astudent and to be certain to let
the student know that her leaving was in no way cauased by
him. This was a difficult situation, since the student had
recently lost both parenta and was living with a sister.
This student had expressed s fear of being deserted. The
peer was trained to deal with this {ssue from the beginning
of the year and the student was given time to adjust to the
termination of the relationship. Although the student was
disappointed, he appeared t; handle this situation
effectively. Therefore, similar techniques for separation
were taught to other peers by the end of the program.

One peer was killed only two wesks before the end of
achool. The student she worked with was abandoned and
Placed in a state homse. The director of the home adopted
this student when he was twelve and attempted to devalop an
effective relationship with this young man. The death of
the peer created an unexpected turn of events for the
program. Other peers worked with the student and
accompanied him to the peer’s funeral. The support system
between peers and students becasme an important part of the
success of the program.

One student involved in the program ran away from honme
at the program’s nfdpolnt. The peer who was assigned to
this atudent was given another student to work with until
the original young man returned. The young man resturned for

a day, started a building on fire and wasa parmanently
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renoved from achool. Since this occurred esrly in the

program, data from this student waa not included in the
results of this report.

Reasults of this practicum were positive. Students
gainad many important skills necessary for school success
and demonstrated increases in all the stated objectives.
The school adainistration indicated that they wanted to
continue this program for the following academic year. It
was also suggested that this program expand to involve more

peaers and reach nore astudents at riak.

Conclusiona

The objectives of the practicum were asuccesafully met.
Both peers and students were able to overcomre unexpascted
obstacles and continue to achieve succeas. The use of peers
w8S an important part of this success.

The use of comamunity resources and speakers to assist
in the training of peers played an important part (n
assisting peers to gain requisite skills. The atrategies
peers gained during the year were mcst isportant in the
achiesvenent of nucéess. The speakers utilized were well
trained and demonatrated their expertise in delivering their
respactive models.

The nomenclature indicates that peer assisted
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inatruction ias a viable epproach for incresaing acadeamic

performance and competencies of students, especially those
enrolled in ESE classes. The resulta of this practicusm
clearly supporta that contention and the use of peer
assistors can greatly enhénco the academic and affective
achisvement leveals of studenta. The match up of peers and
students ala& appeared to have a poaitive effect on the
progran’s results,

It is important to note that studant-peer matchups nuat
be given careful and thorough consideration. There was no
need to reassign a peer or a student aince a lugubriocus
effort to match peers to students was made sarly in the
progran. This was en integral part of the program’s
success.

Motivation is a key element of this program. Many ESE
students are uninterested in sachool and deo not care about
success. Therefore, the use of pear assistors can aid the
atudent in re-examining the educational needs and intentions
for the future. This role model is a direct method for
changing undesirable beshavior that some students may
posaess.

The success of this program can be attributed to the
total spectrum of school involvesmant. The personal
motivational level of th.‘pocrs as wall as the desire of
some ESE students to learn blend together to bring forth
peraonal growth and development. Wwithout this positive

interaction from all parties, this program could not be as
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asucceasful as this particular one was.

Recoaasndationa

There are several rscommendations to atrengthen this

program:

Inaist that psers attend meetings regularly. This time
is {mportant to share experiances and updats pasars about
important eventa. It amay be necessary to sanaate these
neetings and possibly remove peers from the program who

are not in compliance.

Develop scheduling and implementation earlier in the
Yyear. Beginning this program at the start of school
would increase the levels of success earlier and

maintain skills more effectively.

Utilize community services more readily. Schedule
speakers and trainers prior to the dbeginning of school.
Peers would be able to bagin the Year with a more solid
background and make thea more knowledgeable about how to

approach all situations which may be encountered.

List more unexpected events. Be prepared to deal with
a litany of issues which may affect either the peer or

student.
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S. Expand the program as needed. Create a waiting liat of
studants who may benefit from this program and involve

them as sooh as a space is avallabdble.

6. Define a policy ragarding students who leave school for
any reason. Stipulate that after s certain number of
days absent, a student will be dropped from the program

and the peser will be assigned o a new atudent.

7. Continuously evaluate the selection and matching
procesa. Since this may be the primary area that
measures success, refinement of this area is
important to assure the success of the program and

the objectives.

Dissemaination

At the time the report was written, the author had
applied o present the results at a couniy wide institute.
At the requaest of the princip;l, 4 nawspaper columnist was
going to do an article relative to this particulsr progranm.
Several administrators from other school requested that this

progran be presented at their centers so that it may

possidly be implenmanted there.
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Plans for future dissemination include cubmitting the
results to Journilu as well as developing this practicum
into an inservice pPreseantation for other achool districts.
The results of thia practicum were scheduled to be presented
bafore the ent. re faculty where this program took place.

Other possible areas for dissemination are under

conaidaration.
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Appendix A

DEVELOPING EFFECTIVE PEER RELATIONSHIPS

How would you like to be included in achool activities?

Have you ever felt that you were accepted by other atudents
in this school?

When you are in the cafsteria, who do you sit with?
Do you talk with anyone from school when you are home? Who?
When you are in another class, where do you usually sit?

When you have to work in a group in another class, how do
you feel?

Are you ever picked for a group or does the tsacher put you
into one?

If you could change one thing about your personal
interactions, what would it be?

Please define what you concider to be an effective
relationahip with a friend?

o)
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Appsndix B

Teacher Attituda Survey

Dear Colleague,

The students named below, members of the prograam for
the emotionally handicapped, have besn enrcolled in your
claess during this paat ysar. Please take a few minutes and
anaver the following questions. Thank you for your cooperation.

1. How do the students in your claases react to having
ESE, particularly, E.H. atudenta in your classroom/

2. Do the cther students resdily accept the E.H. students
a8 class members or are thay "lost in the crowd”?

3. How meny times have you written a referrasl in your
classes, for any student, during the past month?

4. 0f this total, how many referrals were written for E.H. students?

S. Do the E.H. students initiate any negative behavior in
class, or are they provoked by another student or a
bahavior of anuther atudent?

6. Do the E.H. students ever axpress concerns regarding
the way they are trestad by other students directly to you?

7. Do any of your regular students ever refer to the E.H.
atudenta as retarded?

Q .“3
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Appendix C
Ragular English Claas Survey
Please® anawar sach question balow. Thank you.
Have you ever asssisted any students in the exceptional

student education prcoram?

Which astudenta? At what timea? How often?

Do you personally know any students in the program for the
learning disabled?

Do you personally know any students in the program for the
emotionally handicapped?

Do you personally know any students in the program for the gifted?

What type of student do you think is enrolied in the
progran for the learning disadled?

What type of student do you think is enrcolled in the
program for the emotionally handicepped?

What type of student do you think is enrclled in the
prograr for the gifted?

How often do you interact with any of ti = above studenis?
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LEADERSHIP CLASS SURVEY
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Appendix D
Leadership Class Survey
Plesase ansver the following questiona.

Have you ever participated in planning any activities for
the students enrolled in the program fur the mentally retarded?

Do you know any studenta who are enrolled in the progrem
for the learning disabled?

Do you know any students who are enrolled in the program
for the emctionally handicapped?

Why do you think that studentsa are placed in these prograna?
Nase the teachers who teach these classes.

Do you know the roos numbers where these classes are heald?
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APPENDIX E

ATTENDANCE/SUSPENSION CHECKLISY FOR EMOTIONALLY
HANDICAPPED STUDENTS




Appendix E
ATTENDANCE/SUSPENSINTN RECORD FOR ENMOTIONALLY HANDICAPPED
STUDENTS
Symbol: Usunexcused absence E=excused absence

S=suspension (out of achool) Ossuspension
(in-achool)

23
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Appendix F

Pear Asaistor Recomaesndation Fora

Name: Date: Grade:
Home phone: Address: City:
After-achool)l activities: Awarda:

Grade Point Average: Credits coapleted:

Dear Teacher:

The sbove named student haa applied or been recommended to
participate in the school-wide peer assistance team progrea.
Please objectively anawar sach guestion below regarding the
above named atudent.

How long have you known this student?

Pleese describe the studenta comamunication skills in class.

Please deacribe the students academic achisvement in your
class. What is the astudent’s grade to date?

Please write your obasasrvations related to the students
interactions with peers.

What percentage of homework asaigned does the student complete?

What percentage of tesats has the student earned a grade
above c+ on?

What positive, exceptional qualities does this student possess?
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Whet areas could thias atudent improve on?

Do you recommend thias student as & role model when working
with atudenta enrclled in the program for the smotionally handicapped?

If no, why?

Any other commentsa?

Signature Date

ERIC 1ne
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Appendix G

Pear Aasiator Inventory
What ia your favorite sub)ect?
What ia your least favorite audject?

Please deacribe your long term goals?

What rxreslevance do you feel a high achool diplome has?

What after-school activitiea do you enjoy doing?

PLEASE CONPLETE THE STATENENTS BELOW:

A peer tutor should

Homework is

When I get home from school 1

When I see another student in achool sating alone !
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Special Education is

When I ses a atudent being taken to the dean for

miabeshaving I

The last time I went to the administrative aeannex, it waa for

Communication is

Making friends means

My beat friond is

When I meat new pecple I

My favorite kind of person is one who

A paraon who I do not find intereating is one who

When I have an asaignaent I do not £find interesting I

(o ' 105




My favorite teacher is one who

A fellow atudent who is enrolled in a program for the
enotionally handicapped ias one who

106
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Appendix H
Peer Asaistor Obssrvation Fora
Peer Assistor:
Vaek of:
OBSERVATIONS

Student:

Objective:

9]

Nonday
Contact sade:
Tine:
Place!

Purpose:

Tueaday
Contact aade:
Tine:
Place:

Purpose:

Wedneasday
Contact asade:
Tip.:

Place:

Purpose:

Thuraday
Contact nade:
Tine:

Place:

Purpose:

Friday
Contact sade:
Tine:

103
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BEHAVIORAL OBSERVATION FORN
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Appendix I 93

Behavioral Observation Fora

Peer Assistor: Nanmne:

Weak Of: . Objective:

Plesse lict esach tine one of the following beshaviors have
been observed this wvesk.

Student sailed

You praised atudent for completing satisfactory work
Student socught you out after interaction in class

Student requestad your assistance aore often

Student began to work upon your request and continued
for remainder of period

Student was cooperative and alert
Student achisved goal before the end of week
Student was in achool and supplied, ready to work

Student began communicating immediately sand vaa eager to
discuss issues related to their personal life

Student atatements were positive.

T10° BEST 6OPY AVAILABLE



Total Number of Positive Behavioras Observed This Week

Total nuwber of Poaitive Behaviors observed Laat Wask
Percent of increase or decrsase

Days student was absent this week

Days atudent was absent last wesk

Percentage of increase cf decrease

111



APPENDIX J

TEACHER OBSERVATIONS/CHECKLISTS
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Appendix J

Teacher Observation/Checklist

Student : Date:

Clasa: Teacher:

How many days has this student been absent this month?
How many days were excused, unexcused, or suapensionas?

Please liat the total amount of homework assignmen s made.
How many did the atudent complete?

What is the students honc;ork average this month?

What is the students test average for the month?

Was the student referred for disclpline this month?
I£f so, why?

Has the student interacted with any other student in your
class, sither positively >r negatively? Please describe in detail.

Have you noticed any changes in the students attitude
toward pesra in claas or acadeaic achievemant. Please describas.

Has the student spoken to you individually?

Has the student comaunicated enything resgarding their

involvement in the peer asaistance program or about their

peer? If so, plesse identify if the remerk was positive or
negative. It is not necesssry to describe the comment in detail.

PLEASE RETURN THIS FORM BEFORE THE LAST DAY OF THE MONTH.

Signature vate
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TEACHER CHECKLIST INDICATING INPROVED INTERPERSONAL
COMMUNICATION SKILLS
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APPENDIX K

TEACHER CHECKLIST
INTERPERSONAL COMNUNICATION SKILLS

(Nane of student) ia participating in the peer asasiatance
prograas thia semeaster. Please try to observe the following

beshaviors daily and indicate their occurrence in the
appropriate coluan by using checkmarks. Thank you for your assiatance

Student Week of

I. FACIAL
1. asaileas
2. eYye contact
with other
atudents

3. head held up

4. focuses on
others

S. looks ahead
6. has eye
contact with
other students
when communicating
I11. BODY

i. enters room atanding
eract

2. walks in room in an
" acceptable way

3. appears confident
4. appears relaxed arcund
others
III. COMMUNICATION

1. initiates converaations
with other studenta

2. seesks out other students
for advice

3. atteaptas to become asabar
of group 115



4. aaks relevant
queationsg in
Claaa

S. accepted by
peers

6. other atudents
initiate contact

7. accapts
responaibility
for class
participation

8. handles conflict
appropriately

9. supports clasaroonm

environaent in a
poaitive manner

Pleaase use the apace below to list any other areas of
affective bshavior you observed this week.
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SOCIAL/PERSONAL TEACHER CHECKLIST
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APPENDIX L
SOCIAL/PERSONAL TEACHER CHECKLIST
(Name of atudent) hea listed (name of strength) ea an
area he/she would like te develop further. Please list
all positive and negative behaviors rslated to thias
pParticular behavior you have observed during the past week.

Your input is vital to the success of this progranm.
Thank you for your assistances.

Student Specific Behavior Week of

POSITIVE BEHAVIORS OBSERVED NEGATIVE BEHAVIORS OBSERVED

1. 1.
2. 2.
3. 3.
4. 4.
3. S,
6. 6.
7. 7.
8. 8.
9. 9.
1. 1e.

Please list any relevent comments below.
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APPENDIX N
CALENDAR PLAN

The life of thias practicum was ten months. Activities
prior to school were included in thia time franme.
Stretegies for each month of thias plen are listed below.
It is important to remeaber that changes ;nd modifications
were mada as neaded and are documented bdelow:

Pre-School:

-Peer assistors will be sslected.
~Intereat inventories and acadeamic strengths will
be coapiled.
~Peer aasistors will attend two training sesaiona.
One will relate to comsunication while the other
addresses remadial strategies for academics.
~Peers will role-play specific situations and
critique their rasulta.
-Peers will be acqueinted with the form they
rust complete weekly.
~Peaers will be given a list of their responsibilities
including days they are to work with ESE students.
-Pears will be told to report to the program asnager
the firat day of school to obtain the name of the
student they will work with and the days and times

they are expected to work with this student.
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Ndonth One:

-Davelop foldera for sach student.

-Pear assistors will report first day of achool.
-Pear assiators will aset their student.

~Peer assistors will interact with their student

to sstablish rapport and interests the first week.
-Pesr asaistors will document obssrvations and
interactions with their student.

-Students will write their reactions to the

first veek of interaction with their peer sssiator.
~-Peer assistors vwill meet with program manager aach
Wadneaday and report results and observations.
“Peer assiators will, in conaultation with program
nanager, develop a akill to review and remaediate
for each week. This will be completed no later than
noon Friday of each week.

-Pesr aasiator will complete and turn in a chart
docunenting results for the week.

~Ragular teschers will be made osvare of progran

and will complete checklist before last school day
of month.

-Curriculum will focua on improving self-image.
Month Two:

~Peer assiastors will experience 73% success with
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skills and objectives attempted during first month.

-Dats will be tallied and documented for firat asonth,
-Paar aaaiators will incorporats social/perasonal
skillas related to self-concept froa curriculum
presented during first month.

-Peer assistoras will meet with program aanac:r avery
Thursday to discuss results and observationa.

-Peer asaistors will document and chart results
achieved on a weakly bhasis.

-Pessr assiators will coaplete goals and objectives
targeted for esach consecutive week in consultation
with program manager prior to the week of iaplementation.

-“Ragular teachers will complete reports indicating
acadenic achievement and social/personal
observations for second month.

-Students will write in their diaries the
achievements they feel they have nade during this
tias period.

-Curriculum will continue to focus on iaproving self-

inage.

Three!

-End of first academic quarter.
-Tally results for first quarter to compare
to future gquarters.

-Neet with peer assistors avery Thuraday to review
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progreas and avcomplishments. Group discussion of
strategies will take place.

-Pasr assiastors will chart and docuasnt rssults
on a weskly basais.

-Pear assistors will develop weekly goals end
objectivea for stucents no later than the Friday
before the weak they will implement. The progran
manager will review this plan and make changes as
needead.

-Students will write a paragraph deas=ribing the
acadeanic success they feel they have achieved as
well aa a paragraph deacribing the changes in
social/personal accomplishments during the month.
-Monthly results will be tallied and docusmented.

~-Ragular tcachers will report results of academic

106 -

achievenents and social/personal interactions before

last school day of the aonth.

~Curriculus will continue to focus on self-inage.

Month Four:

-Tally results for previocus month.
-Meet with paser asasistors every Thursday to discuss

achievenents and results.

~Infora pesr an.isior. that they need to reviev study

skills in preparation for sensater exams next month.
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Peer asassiators will be expected to help students

prepare for exams.

-Peer assistors will develop weekly strategies and
goals for atudenta, preaent the plan to the program
mRanager for review the Friday before the week
implenentation will take place.

~Paer sssistors will report, in writing, any changes
they have cbserved in the bchavtor,.intoraction or
attitude of student.

-Reguler teachers will be asked to report acadeaic
achievenent and social/personal observations to
progras managar.

-Curriculum will include self-iaage as well as test-

taking atrategies.

Month Five:

-Tally and record results for previous month.

-Meet with peer sasistora sach Thuraday to discuss
results and observations.

-Peer assistoras will develop gosls and strategies
for following waesk the Friday before. This plan is
to be reviewed by program manager. Suggestions for
fine-tuning plan will be made.

-“Require peer assistors to prepare atudents for
senester exams late this month.

~Request regular teachers to complete checklists

documenting academic achiesvement and social/personal
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observations.

-Paer assistors will complete checklists weekly and
write observations related to students’ behavior,
attitude and communication.

-Studenta will write a paragraph deascribing changes
in achievement and sociul/personal behavior during
the past month.

-Curriculum will focus on sslf-image and test taking

strategies.
Month Six:

~End of second academic gquarter. End of first
sanester.

-Tally results for pravious month ss well as second
quartesr. Compare results from firat quarter and
second quarter.

-If necessary, change peser asaistoras and atudents.
Consider awitching all peers and students.

-Neet with peer assistors sach Thursday to discuss
results and observations.

~-1f second semesater teachers have changed, notify n.ﬁ
ones that students are involved in this progran.
-Request that regulsr teachers complete checkliats
related to achievement and social/parsonal
obasrvations prior to thae laat school day of the

aonth.
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-Pasr assiastors will develop a weekly plan for their
student and present it to program manasger the Friday
before implementation. Program manager will review

and suggest ways t- target suc-essful implamentation.
-Students will write paragraphs identiiying

academic and social/peraonal achieveaents for

each weak.

-Curriculum will focus on effective communication

skills while reviewing akills for developing a

positive self-image,

Nonth Seven:

-Tally reaults for previous month.

-Meet with peer assistors each Thursday to discuas
results and observations.

~Peer assistors will write objectives and

list atrategies to be implemented each week. This
plan must be completed by the Friday before
implementstion., Peser manager will review plan and
expect peer aasistor to report on results of plan
by the end of the week.

-Regular teachers will be asked to complete checkliat
‘or students indicating acadeaic achievement gnd
social/personal observations.

-Peer asaiators will complete checklists weekly.
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-Students will write paragraphs deacribing acadanmic

achievensnts and social/personal gains.
~Curriculum will focus on esffective interpersonal

cHanunication.

Month Eight:

-End of third academic quarter. Compare reaultas from
previous quarters.

-Tally and rscord results for pPrevious aonth.

-~Meet with p 'r assiators sach Thurasday to discuse
achieveasnts and obloréntion-.

~Peer assistors will develop waaskly plan and target
goals and objectives for sach week. Peer assistors
will report results to program aanager within one
wvaek after implemantation.

-Regular teachers will be askad to coaplete
checklist prior to the last school day of month.

-Paer assistors will tally month results.

-Students will write paragraphs indicating what
acadanic achiesvenants and social/personal skills
they have nastered thias month.

-Curriculum will focus on effective interpersonal

comRunication.
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NMonth Ninae:

-Tally results froa prsvioua month.

-Review test taking strategios for peer

assistors to review with students for semesater
exans next month.

-Discuss with peer assistors wvays to separate froa
students next month when prograa ends.

-Meat with peer assistors each Thursday to discuss
resulta and ob’orvaticnu.

~Pesr assistors will complete a plan indicating the
goals and astrategies to >4 attempted sach waeek.
Feer assistors will be expected to report results to
prugram manajger within one week following
iaplementat.ion.

~Reguler teachers will be reguested to coaplete
checklist for student prior ‘o the last school day
of the month.

-Students will write and Jdescribe achisvements and
social/personal gains in paragraph foram.

-Curriculum will cover interpersconal comaunication.
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-End of fourth acadeaic quarter. End of second
senestar. End of school year. End of project.
-Tally results from previous month,

~Mest with pPeer assistors to be certain that they
have started implementing effective ways to
terainate with student.

-Be certain that pesr assistors have prepared
students for aemester sxaas.

-Plan sppreciation breakfast for pser assiators and
atudents.

~Ask peer aasistors to write a certificate of
achiesverant for their student.

-Aak student to write a certificate of appreciation
for peer.

~-Meet with peer assistors to suamarize results of
implesentation.

~Meet with Pear assistors so that recommendations for
future iaplementation can be made.

-Tally results for month. Coampare quarterly results.
-Students will write paragrephs describing how
sffective this program has been academically and
interpersonally. Aak for recommendations from
students for future imsplementations.

-Tally results for report.

-Discuss with adainistration the feasibility of

continuing program for next academic ysar,
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